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CHAPTER I
INTRODUCTION
"The techniques of the theatre are the techniques of 
communicating. The actuality of communication is far more 
important than the methods used. Methods alter to meet the need 
of time and place".
Viola, Spolin 
Smith, M., (1984).
STATEMENT OF THE TOPIC
Since the general principles of communicative language 
teaching are now being widely discussed and debated, language 
teachers face the need to be flexible with a repertoire of 
techniques they can adopt for communicative language use.
The Communicative Approach to second language Instruction 
attempts to establish a link between communicative and structural 
aspects of language. Taking into account that the structural view 
of language, which concentrates on grammatical forms and 
structures, is not helpful in developing one’s ability to 
communicate on his own, the theory of language in the 
Communicative Approach views language as a means for 
communication and interaction.
In this thesis, it is intended to show to what extent the 
principles of communicative methodology are realized through 
drama techniques. Certain activities which are suitable for a 
particular group of students may not be helpful to others.
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Therefore, while applying drama techniques in classroom procedure 
it is for the teacher to choose the activities that best fit the 
personality of the teacher as well as the students.
The use of drama in a foreign language situation does not 
-suggest that students should memorize their roles through given 
scripts with their lines written out. It should also be noted that 
drama is neither viewed as the study of literature nor a 
performance of a play for an audience on stage like in a theatre. 
Accordingly, Rivers (1987) stresses that language teachers should 
not consider the use of drama as a method or an academic subject 
but as a technique to be used in any language program. Using 
drama in the foreign language classroom should be a matter of 
concern to the teacher to set up the situations to handle drama 
techniques Including role-playing, dialogue work, improvisation, 
simulation and scene study. Within these situations "the 
participants interact either as themselves or as other people" 
(Byrne, 1976, p.ll5).
STATEMENT OF THE PURPOSE
Recently, teachers have realized the objective of having 
students communicate efficiently in the target language. This 
realization is of importance because students find it difficult to 
apply what they have learnt from a formal language education in 
a traditional classroom, that is, linguistic forms and structures, to 
the world beyond the classroom. It is likely with this view that 
there is an increasing awareness of teachers to encourage learners 
to use the language rather than manipulate the structures through 
various kinds of mechanical practice. In this connection Maley 
and Duff (1978, p.3) state that most of our teaching efforts 
concentrate mainly on structural aspects of language: "first comes 
form, then meaning... (which) is misleading, even dangerous.
because It accustoms the learner to making his sentences fit into 
structural moulds". However, in most of traditional language 
teaching the curriculum, teacher and text fail to provide students 
with various opportunities to use the foreign language in order 
that they can improve their abilities to communicate. 
Consequently, much emphasis should be placed on the need to get 
learners Involved with activities which offer them opportunities 
for communication.
If it is possible to set aside a session or two in their 
language program to try out some of the drama techniques despite 
the constraints of time and curriculum, this topic should be as 
challenging for teachers as it is for students.
SIGNIFICANCE OF THE STUDY
Most language teachers experience that students are not so 
concerned with trying to express what they would like after 
receiving several years of formal English. If students can not 
cope with the situations that occur outside the classroom, it seems 
that what they experience in the FL situation does not help much 
in using language for communicative purposes. Brumfit and 
Johnson (1979) specify the nature of the problem indicated above 
as "the difficulties which students encounter arise not so much 
from a defective knowledge of the system of English, but from an 
unfamiliarity with English use" (p.l24). According to Johnson 
and Brumfit, a working solution to this problem seems to be to 
provide the learners with a course which aims to develop a 
knowledge of how sentences are used in communicative situations 
(1979).
The shift towards a balance between form and function 
brought the need for a different orientation to language study 
which concerns the communicative characteristics of the language.
However, the problem for foreign language teachers is how to 
derive a coherent methodology from the properties of 
communicative language use. With the intention to meet the 
needs of teachers, the purpose of this paper is to introduce 
teachers to examples of drama techniques for classroom practice 
which would satisfy the requirements of communicative language 
use. The dramatic activities presented in this paper Include a 
collection of communicative activities that can be used for 
meaningful communication in terms of the goal of foreign language 
learning. What the study truly aims is to emphasize the use of 
drama as an aid in learning a foreign language. Thus, the use of 
drama can develop a medium for conveying thoughts and emotions 
and for communicating with other people. Accepting the goal of 
foreign language learning as to develop the students' 
communicative competence by setting up various situations so that 
they can interact with each other, drama seems a valid tool to 
enable students to achieve this goal.
STATEMENT OF THE METHOD
Library research is conducted to analyze researchers' ideas 
about how the use of drama may parallel the Communicative 
Approach in language learning. The study starts with a literature 
review of the theory and methods of the Communicative Approach 
in order to provide background information for assessing the 
communicative features of the drama techniques described in this 
study. The communicative principles, presented by Johnson (1982) 
and Morrow (1981), are included in the literature review so that 
the use of drama in classroom practice can be judged by the 
criteria suggested by these scholars. A rationale for the use of 
drama in the classroom is given. The sample of drama 
techniques presented in chapter III are analyzed to illustrate in
what ways they exemplify communicative language teaching. A 
general discussion of the use of drama is included in chapter IV so 
that teachers who would like to try some of the drama techniques 
can be aware of advantages and disadvantages in using them.
CHAPTER II
REVIEW OF LITERATURE
THE DEVELOPMENT OF A COMMUNICATIVE APPROACH
Recent development of language teaching has shown that 
mastering only grammatical forms is not adequate for effective 
communication. The basic idea that communicative ability is the 
goal in second language learning has led teachers and 
methodologists to look for new approaches in foreign language 
teaching. The need that students have to be provided with 
opportunities to use what they have learnt rather than merely 
recite has challenged teachers to look for new learning activities 
within the framework of the Communicative Approach.
Before discussing how language learning and teaching are 
viewed in this approach, it is essential to understand how the 
Communicative Approach, or communicative language teaching, has 
arisen.
Every new approach and method for teaching foreign 
languages had tended to reflect the insights of various disciplines 
dealing with language and language learning, and new movements 
begin as reactions to old ones. Littlewood (1984) suggests that 
teaching experiments of audiolingual courses have indicated that 
habit formation techniques do not adequately help learners to 
develop communicative competence. As Johnson (1982) observes, 
the ability to manipulate the structures of the language remains 
inadequate in performing communicative tasks.
Littlewood (1984) points out that it is not the study of 
grammatical structures that contributes to language acquisition, but 
it is through language use that languages are acquired. On this 
point, he suggests that pattern practice should not be of primary 
importance to language educators.
In order to illustrate how classroom practices can be 
evaluated in terms of communicative language use, we have to 
understand both theoretical and procedural aspects of the 
Communicative Approach and clarify related terms. Therefore, 
our first concern will be to examine how language teaching and 
learning are viewed by the experts in the foreign language field 
within the Communicative Approach.
We might then, begin our consideration of communicative 
language teaching by looking at the theory of language, which 
views language as an instrument for interaction and 
communication. For interaction to take place in the foreign 
language classroom, Di Pietro (1987) suggests that all activities in 
the target language should be carried out in a context that is 
meaningful to the learners. The language teachers' emphasis on 
mastery of structures has shifted towards an emphasis on 
development of communication skills. For effective 
communication to take place, Brumfit and Johnson (1979) state 
that the structures of language are introduced in situations in the 
classroom and practised through various activities by means of 
which learners will be able to associate the structures with 
situations.
As for the theory of learning, Littlewood (1984) maintains 
that if  learners are using the language for communicating in the 
second language, progress occurs not only by means of "conscious 
efforts" but also "spontaneous and subconscious mechanisms." He 
states that the "subconscious elements" in language learning enable 
learners to focus on not only linguistic knowledge which is the 
conscious element but also on meaningful communication (p.91).
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According to Llttlewood, to Improve the communicative ability 
"subconscious aspects of learning" should be taken into account" 
(p.76).
Brumfit and Johnson (1979) in their book The Communicative 
Approach to Language Learning state that language is learned a 
"whole act at a time rather than learnt as an assemblage of 
constituent skills" (p.l63). As Littlewood (1984) states, if 
structural drills in which separate aspects of language do not 
prove successful in developing learners' ability to communicate, 
there arises a need to "create communicative contexts in the 
classroom" (p.97).
Since the learners' attention should be directed towards 
understanding and expressing meanings in the target language, 
language teachers come across various models of second language 
learning. According to Llttlewood's (1984) model of second 
language learning, the learning procedure is viewed as "creative 
construction" which stresses the students' active involvement in 
the learning process (p.20). Hence, when students are actively 
engaged in the tasks, as they practice the language, it is suggested 
that they can create language purposefully in response to their 
needs in order to communicate (1984). In Deckert's (1987) view, 
the Communicative Approach has shifted the emphasis from 
students' "deliberate memorization of linguistic phenomena, to 
creative Instruction, careful reflection and self correction" (p.l8).
Having examined the theory of language learning within the 
Communicative Approach, it is worthwhile at this point to review 
the literature on how language teaching is viewed in this 
approach. Language teaching achieves its goal only when students 
are able to actually use the language; otherwise it becomes 
meaningless. The attention being given to the use of language for 
communication has led to development of the concept of 
communicative competence in the field of second language
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teaching. As Johnson and Morrow (1981) state, 
communicative language teaching "recognizes the teaching of 
communicative competence as its aim" (p.lO). Savignon (1983) 
defines communicative competence as "the ability to convey 
meaning, to successfully combine a knowledge of linguistic and 
soclolingulstic rules in communicative Interaction" (P.5). In this 
sense, Llttlewood (1981) suggests that "communicative language 
teaching pays systematic attention to functional as well as 
structural aspects of language" (p.l). He also stresses that the 
communication skills of the learners can be improved provided 
that they are given opportunity to express themselves in the target 
language (1981).
For Savignon (1983) most of the methodologists’ central 
concern is to view language acquisition as having both "affective 
and cognitive aspects" (p.l99). So, the learner is involved in a 
process with the second language learning that operates along with 
psychological factors. Accordingly, Candlin (1981) states basic 
principles of communicative teaching of English as having 
important strategies for the learners to develop "self-sufficiency, 
security and initiative" (p.21). What is needed, then, for a 
learning atmosphere, is to value students as unique human beings 
with the sense of security and value in the classroom. From a 
language teaching viewpoint, we can say that the Importance of the 
Communicative Approach derives in great part from the 
opportunity it offers to learners to express their needs and 
opinions as they gain confidence in the effort to learn a language.
Up to this point, we have been referring to various concerns 
about language teaching and learning within the framework of the 
Communicative Approach. Another important concept in 
evaluating procedures, activities, or techniques brings us the need 
to specify some of the principles of communicative methodology.
Before undertaking a discussion of the principles of 
communicative methodology, we are going to raise some general 
considerations that will help to clarify the concepts involved and 
to formulate the principles which can act as guidelines for 
determining what is appropriate for activities in second language 
learning.
As stated by Richard and Rodgers (1986) "determining how to 
develop procedures and instructional activities that will enable 
course objectives to be attained" is a question of developing 
methodology rather than choosing a method (p.42). The objectives 
of communicative language teaching, then, can be guidelines in 
organizing the teaching operations within the framework of the 
communicative methodology in second language learning. Therefore, 
we are first going to consider the objectives of communicative 
language teaching along with the views of scholars.
OBJECTIVES OF COMMUNICATIVE 
LANGUAGE TEACHING
The central feature of communicative language teaching is the 
communicative use of language. This is the goal as well as the 
means of foreign language study. Insights into the nature of this 
goal point towards effective ways of teaching a foreign language.
In Candlin's view (1981) the most important characteristic 
objective of CLT is to have the learner perform activities which 
require an integration of the four skills in language learning. In 
teaching these four skills, priority is given to the ability to 
communicate, not to achieve a high degree of accuracy. Savlgnon 
(1983) emphasizes that correct forms of the language in the 
beginning stages are not what learners are expected to accomplish. 
The use of language takes place in relation with getting the 
meaning across. Therefore in her view, "the basic unit of
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practice should always be a text or a chunk of discourse" 
(Savignon, 1983, p.24).
In the communicative sense, then, the grammatical structures 
of language take on meaning as a result of the total context in 
which they are used. Therefore, the presentation of new material 
in a communicative context rather than in isolated sentences is an 
effective strategy for teachers to create a lively atmosphere for 
students to learn a language.
While traditional approaches tended to emphasize form at the 
expense of meaning, communicative language teaching, as Scott (in 
Johnson and Morrow, 1981) specifies, focuses on the "fluent 
selection of utterances in communication" rather than on "accurate 
production of Isolated utterances" (p.71). Practice of structures 
has not been totally neglected within the objectives of 
communicative language teaching, but there has been a shift 
towards using language in appropriate situations. As Littlewood 
(1981) suggests, it should be kept in mind that "we are not dealing 
with clear distinctions but with gradual changes of emphasis"
(p.89). Therefore as Savignon (1983) stresses, communicative 
language use is "a progression from controlled structure to creative 
use of language" (p.28). She also claims that theatre arts enable 
learners to experiment in the target language by setting up various 
opportunities in which they can use the language and relate it to 
real life situations. Hence, theatre arts should be a natural 
component of second language learning (1983). These statements 
suggest that the objectives of CLT are mainly concerned with the 
aim to help learners develop communicative abilities with the 
focus on getting their meaning across.
Concerning communicative competence, the application of this 
principle objective to classroom procedures advocates the use of 
teaching activities that focus on "expression of meaning in a 
discourse" (Savignon and Berns, 1984 p.l9). The term "teaching
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activities" refers to the use of specific techniques generated by a 
set of principles put forward by the methodologists for the 
application of an effective methodology. In order to examine how 
the concept of communicative competence is put into practice 
through teaching activities, we are going to review the literature 
on the features of the communicative activities along with the 
views of language educators.
According to Revell (1979), communicative activities are the 
ones in which students can use what they have learnt in 
situations outside the classroom. As Morrow (1981) notes "a 
cardinal tenet of learning theory is that you learn by doing"
(p. 64). Participants learn language by experiencing it in an FL 
situation. To this end communicative activities provide learners 
with neccessary practice which enables them to communicate
(1981). Morrow also stresses that the student has to perform a 
specific task in communicatively-oriented activities. The task he 
is involved in, enables the learner to find a rationale for the 
activities and encourages the use of language (1981).
S a v i g n o n  (1983) states one of the first things to consider 
a b ou t  c o m m u n i c a t i v e  a c t i v i t i e s  i s  to g ive  leai-nei-s the  o p p o r tu n i t y
to express themselves and to relate with the people beyond the
classroom. She claims that a second language curriculum should 
be organized with goals which extend outside the classroom (1983).
Littlewood (1981) distinguishes between precommunicative
activities and communicative activities with the aim to clarify 
how meanings and structures are combined for the use of language
in an FL situation. He states that the primary concern of 
precommunicative activities is with the structures of language 
rather than expression of meanings. In these activities, 
therefore, success is achieved to the extent of producing language 
with sufficient appropriateness in terms of linguistic structures.
As Littlewood suggests precommunicative activities engage learners
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with various kinds of pattern practice as well as question and 
answer exercises to provide learners with appropriate usages of 
linguistic forms of the language (1981). Littlewood (1984) claims 
that precommunlcative activities aim to give learners practice 
which is concerned with studying discrete points of the language. 
So, learners concentrate on linguistic forms to be learnt. As for 
communicative activities he states that, the learners are provided 
with a "whole task practice" which helps them to Integrate their 
isolated subskills into a creative system for conveying messages 
successfully (1984, p.92). The learners' task is to choose 
appropriate linguistic forms so that they can convey their 
messages meaningfully. Here, the criterion for success is how 
effectively the message is conveyed (1984).
In describing the subcategories of communicative activities, 
Littlewood (1981) makes a distinction between "functional 
communicative activities" and "social interaction activities" (p.20). 
He adds that the distinction does not reflect a strict division but 
it reflects an emphasis of degree. For Littlewood, it is the 
functional communicative activities in which the learners are 
required to carry out tasks either to arrive at a solution of a 
problem or to exchange information by making use of the language 
they already possess. The learners' attention is focused on using 
language functionally so as to communicate in the target language. 
In these activities learners are neither supposed to "choose 
language which is appropriate to any particular situation" nor to 
achieve a high degree of grammatical accuracy (p. 20). As for 
social interaction activities, the social context in which 
communication takes place should be taken into account by the 
learners so as to develop "greater social acceptability" in using the 
target language (p.86). Besides communicating effectively, learners 
in these activities have to produce language which is appropriate 
to the particular social context in which the interaction is carried
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out. Therefore, the learner Is required "to let social as well as 
functional considerations affect his choice of language" (p.43). 
Littlewood states that simulation and role-plays are representative 
of social interaction activities providing situations resembling the 
ones beyond the classroom (1981).
The emphasis in the discussion above has been on both types 
and features of communicative activities. Another point to be 
considered here should be what to teach. That is to say, the 
content of activities. As to determining what to teach, the 
Communicative Approach focuses our attention on how the roles 
and Interests of the learners and teachers contribute to selecting 
the content to be taught.
In this connection, Savignon (1983) states that language 
learning in Lj and L2 arises from the needs and interests of the 
learners. She adds that every learner is unique with different 
learning styles. Therefore while organizing the content it is 
important to pay attention to communicative needs of the 
participants keeping in mind that these needs and interests are of 
great value in the process of learning a foreign language (1983). 
Savignon emphasizes the creative aspect of the language and 
suggests that learners with the available linguistic knowledge 
create their own sentences in order to get the meaning across in a 
variety of ways. To this end, communicative abilities of the 
learners should be taken into account in connection with their 
roles as participants, the situation and the goal of interaction 
(1983).
Since the main line of argument is to develop communicative 
abilities of the learners through interactive language use, we have 
to explain what we mean by interaction and examine the roles of 
both learners and teachers. Concerning interaction. Rivers (1987) 
states "students achieve facility in using a language when their 
attention is focused on conveying and receiving authentic messages
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that is, messages that contain information of interest to speaker 
and listener in a situation of importance to both" (p.4). She also 
notes that teacher-centered classrooms cannot be called Interactive. 
For interaction to take place in the classroom, the teacher should 
"cede a full role to the student in developing and carrying through 
activities" (1987, p.9).
Littlewood (1981) states that by means of communicative 
interaction, students share with each other real messages which 
make them more confident: thus, they find the opportunity to 
express themselves and their identity as individuals. He also 
suggests that communicative interaction in the classroom is 
reinforced by group activities to practice in the foreign language 
without interference from the teacher. The teacher's role does 
not offer direct control over the students, but the role is shifted 
towards providing opportunities for the learners to perform 
independently in the FL situation. As Littlewood (1981) states the 
teacher sets up the activity as "co-communicator" and withdraws 
(p.94). This helps students overcome timidity and even 
nervousness which might occur if they are not viewed on an equal 
basis. Therefore, communicative interaction makes it possible for 
both learners and teachers to have a positive attitude and 
cooperative relationship (Littlewood, 1981).
For language learning to take place in a relaxing 
environment, to lessen anxiety and to promote learning, correction 
of errors needs to be treated with special attention. As for the 
Communicative Approach, correction of errors plays only a minor 
role in students' learning of grammar since the emphasis is on 
getting the meaning across rather than accuracy. Therefore it is 
the teacher who is going to "free learners of the impression that 
communication is measured solely in terms of linguistic accuracy" 
(Savignon, 1983 p.71). In Savlgnon's (1984) view, the correct 
form of the language in the beginning stages is not what learners
15
should be expected to communicate.
Littlewood (1981) also suggests that constant correction of 
errors should be avoided. Errors should be accepted as natural 
in the development of communicative skills. More tolerance is 
given to errors in order to encourage communication (1981).
The principle Morrow (1981) puts forward as "Mistakes are 
not always a mistake" claims that a Communicative Approach to 
language teaching should accept that grammatical and phonological 
mistakes should not hinder the development of communication. 
Learners make mistakes either in the effort to complete a task in 
the target language or to cope with language forms they have not 
mastered yet (1981). From these observations about the roles of 
students and teachers, it follows that learners should feel 
comfortable in expressing themselves in the target language as 
they try to get their meaning across.
Until now we have been considering several views about the 
Communicative Approach concerning the roles of learners and 
teachers as well as correction of errors in the communicative 
methodology. It is also essential to present the procedural 
aspect of the recommended approach. The term procedure is often 
used synonymously with the term "activity" concerning the 
implementation of specific techniques in the second language 
teaching.
SEVEN PRINCIPLES FOR MAKING EXERCISES 
COMMUNICATIVE
Johnson (1982) and Morrow (1981) each attempt to answer the 
question of what criteria can be used to assess the communicative 
value of teaching procedures. The following seven principles are 
a synthesis of their criteria.
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1. The information gap principle
Johnson (1982) states that the main concern of this principle 
is to develop fluency in speaking by creating an unpredictable 
situation for second language learners in the sense that when a 
student says something, he can not know for certain what others 
will say in response. In this way, as he explains, the students 
have to "formulate" what they are going to say so as to bridge the 
gap between each other (p.l07). This kind of interaction allows 
for the use of the information gap principle. According to 
Johnson, the principle is also important for the teaching of 
writing because it not only allows for "genuine information flow" 
but also gets the students to pay attention to conveying 
information successfully (p.l67). Success in communication, 
therefore, is achieved to the extent of getting the message across
(1982). Johnson stresses that the principle has an additional 
value such as developing motivation by having learners put in a 
position whereby they are not aware of the information the others 
have in advance (1982). Morrow (1981) refers to the information 
gap as one of the three processes of which he calls 
"communication processes" (p.62).
2. The choice principle
This principle is concerned with another process of 
communication specified by Morrow (1981). The learners are put 
in a position to select appropriate forms from their repertoire of 
linguistic knowledge in order to convey the meanings they want 
(1981). Using language in this way, as Morrow states, the 
learners are not only allowed to decide on what they want to talk 
about at a given time, but also how they are going to use language 
forms to achieve communication in a given activity. From this
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perspective of communication, the speaker creates an unpredictable 
situation for the listener since "there is always doubt in the 
listener's mind about what is to come next" (Morrow. 1981, p.63). 
Hence, speaker and listener are not controlled while they are using 
the language to get the message across, but "what they say is 
determined by the role they have, their communicative intentions 
and the contribution of the other learners" (Scott, in Johnson and 
Morrow, p.71).
3. The feedback principle
This principle concentrates on the final process of 
communication, which is refered to as feedback by Morrow (1981). 
He states that in this process the participants have the aim to 
complete a task required by a classroom activity. To achieve 
success in completing the task forms the basis of students’ goal 
(1981). As Morrow explains, similarly, in real l i fe people 
exchange messages with certain intentions in their minds. When 
two speakers are involved in an interaction "what one person says 
reflects an aim of some kind, and the way the other person 
responds will be evaluated in respect to the aim of the first 
speaker.... The strategies and tactics involved in using language in 
this way" are crucial for meaningful communication (Morrow,
1981, p'.63).
4. The information transfer principle
Johnson (1982) states that communicative language teaching 
has a central feature which alms to develop the communicative 
abilities of learners to comprehend and convey the Intended 
message in FL situations. In transferring information, learners 
should extract pertinent information from a given source, like a 
letter, so that they can transfer this information to some other
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form, such as a table, chart or diagram. In this way. learners 
are put in a position to manipulate the given information to do 
some kind of task without reporting on grammatical structures and 
vocabulary. In the example given by Johnson (1982), the task is 
concerned with asking learners to f i l l  in application forms with 
the relevant information given in letters. Thus, as he explains, 
the learners have to write dowm the information by transferring it 
from letters to forms. To do this, learners should not only be 
concerned with the understanding of the "information content", 
that is the letter, but also be concerned with conveying this 
information content (Johnson, 1982, p.l66).
In another example of this type of activity, when listening to 
a number of announcements about trains, learners are asked to 
write down "the important details" to complete a table which 
supplies correct information about time of departure and arrival, 
platform number, and the like (Llttlewood, 1981, p.72).
5. The jigsaw principle
This principle permits each learner either in a pair or group 
to have information that is "unique" to him (Littlewood. 1981, 
p.33). Every student should share the bits of information they 
have already got so as to solve the problem put forward in a given 
activity. In the example presented by Littlewood (1981), the 
problem is concerned with discovering a murderer. In order to 
arrive at the solution to the crime learners have to share 
Information with others in the group in which every member has 
got a piece of information about a different person who is 
suspected of committing the crime (1981).
6. The task dependency principle
According to this principle, the student has to make use of
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the given information so that it will be possible to complete a 
task required in the course of an exercise (Johnson. 1982). The 
task, as he explains, may require students to draw a diagram by 
fo llowing the descriptions given by their classmates. Utilizing 
information to draw a diagram, students have to listen to each 
other's descriptions carefully so that they can complete the task 
successfully (1982). Johnson adds that this principle is 
important since students are expected to use language in a 
situation which is likely to occur outside the classroom. This 
means that, if the students do not understand the descriptions, or 
if  the descriptions they give are Inadequate, then they will  not be 
able to draw the diagrams correctly (1982). For example, in real 
li fe i f  we do not understand street directions this may lead to 
someone getting lost (1982). Johnson points out that according to 
this principle, completion of a second task depends on fulf i l l ing 
the requirements of the first task.
7. The correction for content principle
As Johnson (1982) states this principle argues that the 
learners' use of language should be evaluated in terms of its 
"communicative efficacy" while they are completing a specific task. 
(p.l71). He adds that students at some stage get feedback on 
whether "information content has been correctly conveyed" (p.l71). 
Thus, the feedback students receive Indicates whether or not they 
have completed the task correctly in the course of the given 
exercise (1982). For example, i f  the students can not draw correct 
diagrams in accordance with their partners' descriptions, the work 
has to be revised (1982). Johnson states that in this particular 
exercise the students know that their work will not be evaluated 
in terms of its grammatical accuracy but its "adequacy in the 
production of a diagram" (p.l71). However, in order to avoid
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misunderstanding, the principle gives scope for teacher's correction 
of errors since some students with inadequate knowledge of 
grammar may fail to express what they Intend.
To conclude, having reviewed a number of aspects of theory 
of language and language learning within the Communicative 
Approach, we might characterize the approach as one which views 
language teaching as developing the students' ability to 
communicate rather than developing their knowledge of grammar. 
Activit ies are designed to encourage learners to experience the 
target language in a way that they can relate what they have 
learnt to real situations outside the classroom. By allowing 
learners to express what they really want, the Communicative 
Approach tends to value them as Intellectual beings having 
different needs and Interests.
The central features of the communicative methodology focus 
on the roles of teachers and learners and on the content and the 
procedures used in the foreign language classroom. The teachers 
are no longer regarded as the dominant figures in the classrooms. 
Instead they are the ones who are supposed to set up situations in 
which learners can take important roles as using language for 
communicative purposes. The learners' roles, then, suggest active 
involvement in the activities they are asked to undertake. This 
gives them responsibility. Thus, the learners feel more 
self-confident with the target language and this makes them more 
independent. At the procedural level, we see that there is a lot 
of emphasis on the idea of interaction among students. Working 
mostly in pairs or small groups students are expected to exchange 
information to bridge the gap between each other. This is 
Important, since a condition of unexpectedness can develop 
motivation which contributes to the process of learning a foreign 
language.
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THE USE OF DRAMA TECHNIQUES 
IN LANGUAGE LEARNING
In this section it is intended to present the place of drama 
techniques in language learning. It would be appropriate to 
comment at this point on the terminology which is used 
throughout the thesis, and to clarify the ways in which these 
terms can be understood.
What is drama?
At first, we need to define both drama and theatre to avoid 
any misunderstanding that might occur in using these terms.
Via (1981) defines drama as communication between people. 
He suggests that the use of drama comes into play as students try 
to get across the intended message (1981).
For Holden (1981) the use of drama seems to be a tool 
which enables students to interact with each other. She explains 
that interaction among students is realized by putting the learners 
in an hypothetical situation whereby they are required to "project 
themselves imaginatively into a different situation beyond the 
classroom" (p.l).
While drama focuses on performance, theatre Is involved in 
presentation for an audience. For any theatrical event as Holden 
Indicates, "the dramatic action should be shaped" in respect to the 
presence of an audience In mind (p.8).
However, the place of drama in education is more than the 
act of presentation. It has additional value in language teaching, 
like offering several ways to stimulate and motivate the learners 
in their efforts to learn a new language. Rivers (1987) defines 
drama techniques as "strategies to achieve either drama or theatre 
or both" (p.lO). Drama techniques are used in dramatic activities 
by means of which the learners can have the chance to
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communicate the message they want. In this connection, Maley 
and Duff (1978) state that "dramatic activities put the learners in 
a position where they can have the opportunity to express their 
identities without the presence of an audience in mind" (p.6).
What is role-play?
The term "role-play" takes an important place in a drama 
lesson, since throughout the dramatic activities, role-play is the 
one which is most frequently used with the aim to help students 
learn the language they need to use successfully in everyday 
situations.
Holden (1981) describes role-play as "a type of activity in 
which students are given fairly controlled scenarios or cue-cards 
to interpret" by working mostly in pairs or groups (p.6). She 
refers to Herbert and Sturtrldge to Illustrate a different approach 
to role-play which allows the student to play his role either in a 
highly controlled language situation or in an uncontrolled 
situation where he can improvise the character's part from a 
present scenario.
Advantages of role-play
I f we want to teach structures of language in appropriate 
contexts to our students, it would be worthwhile to discover how 
role-plays can help us to achieve this goal.
Redfield (1981) draws our attention to students' need of 
practice in real situations and suggests role-plays as an attractive 
device to integrate this kind of practice into classroom procedure. 
Therefore, according to Redfield, role-plays offer learners the 
opportunity to practice both structural patterns and vocabulary in 
specified contexts which enable learners to experience l i fe l ike 
situations that might occur beyond the classroom (1981). Hence, 
the importance of the use of role-play derives in great part from
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the opportunity It offers learners possibilities for communication 
practice. Via, in his article "Garage Sale" (1976) indicates that 
by not having students memorize and recite the lines in a 
role-play, it is possible to let them express their own feelings.
The use of role-play is, then, beneficial when students are not just 
memorizing the lines of a dialogue but putting their own feelings 
into the words they Intend to say.
Barrows and Zorn (1983) suggest role-plays to develop not 
only spontaneity of speech in language learning but also an 
amusing atmosphere which would release learners from the 
tenseness of the classroom. Wong (1983) stresses the benefit of 
role-plays for helping students get over their shyness and 
unwillingness to speak in the foreign language. This benefit is of 
importance for the interactive aspect of language learning. In 
this sense, Littlewood (1981) describes role-plays as a different 
kind of interaction getting learners to extend the use of language 
outside the class by putting themselves in hypothetical situations.
For the success of a role-play. Smith (1984) suggests that students 
should have a good rationale for using it.
If the teacher can create situations in the classroom which 
provide opportunities for the students to play roles, the benefits of 
such activities may come into play. Within the interaction 
activities role-plays can be a valuable aid in activating students to 
use what they already know for communicating.
Types of role-plays
Role-plays can either be scripted or improvised. Scripted 
role-plays are concerned with "interpreting a text in the form of 
speech" (Byrne, 1986, p.l22). Savignon (1983) explains scripted 
role-plays as providing learners "the opportunités to interpret, to 
focus on the meaning or intent of dialogue including 
pronunciation, intonation, facial expression, gestures... and
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nonverbal features of communication” (p.212). She adds that the 
scripts to be used in role-plays can be copied from poetry or 
plays. Within the scripted role-plays, Vla(1976) and Savlgnon
(1983) stress the acceptance of a play or skit as a component of a 
curriculum, since both of them engage learners in several roles 
that they may need outside the classroom.
As for unscripted role-plays, or improvised drama, there does 
not exist a script. The students have to respond to the situation 
and to what others say without the benefit of a script.
Concerning unscripted role-plays, we are going to describe four 
forms of drama techniques as ways of providing a framework for 
role-play practice with the aim to promote interaction. First, we 
are going to look at Improvisation.
Via (1985) defines improvisation as "to be able to function 
with whatever English the students have at their disposal" (p.3).
He states that to achieve success in creating a dialogue through 
improvisation there has to be either a problem to solve or a kind 
of conflict to deal with (1985). Therefore, students without the 
advantage of a script are expected to demonstrate their ability to 
communicate in the course of a specific task (Via, in Rivers, 1987).
Simulation is the second type of drama technique which is 
based on unscripted role-play. In the definition given by 
Savignon (1983), "it is a language learning activity that places 
learners in a situation or environment in which events and 
outcomes depend on their collective communicative competence" 
(p.309). As Livingstone (1983) asserts, "simulations need not stick 
so closely to real life... The essential point is that the student 
brings his own personality, experience and opinions to the task" 
(p.l). For Smith (1984), a simulation is an effective device giving 
learners the chance to experience by "specific roles and 
improvising within specific situations" (p.l04). The distinctive 
feature of a simulation is, then, that it may require a certain
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knowledge or experience related to the given role. Learners with 
the information they have are allowed to exchange messages to 
achieve a stated goal.
Both simulation and improvisation aim to develop learners' 
communication skills Including "asserting one's self, expressing 
opinions, convincing others, arguing effectively, finding about the 
opinions of others, group problem solving, analyzing situations" 
(Smith, 1984, p.105)
The third type of drama technique based on unscripted 
role-play is scenarios. Di Pietro's (1987) conception of scenario, 
whereby students are encouraged to develop discourse in the 
foreign language by not only acting out roles but also by 
discussing their options and planning their strategies in groups at 
various turns, enchances the interactive nature of this drama 
technique. Scenario, as Dl Pietro suggests, can be used with 
Intermediate and advanced students for reinforcing their attempts 
to communicate in the target language (1987). Discussing the 
ways in which simulations and sociodrama are related to 
scenarios, Di Pietro (1987) makes the point that all of these 
techniques encourage students to offer different solutions to the 
problem presented, and get them to discuss these solutions 
fo llowing their performances. Di Pietro brings forward "two- role 
scenario" as the main type of scenario which has "two roles 
suitable for execution within one encounter" (p.48). He suggests 
another kind called "group scenarios". In this type of scenario 
students are required to respond to "a common experience without 
a rehearsal period" (p.66).
Sociodrama is the fourth type of drama technique which is 
based on role-play. This technique is concerned with tasks 
providing an opportunity for interaction to take place in a 
problem solving situation. Scarcella (in Oiler & Richard-Amato, 
1983, p. 240) defines sociodrama as "a series of student enactments
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of solutions to a social problem". She states that the distinctive 
feature of this technique is that it allows them to decide on their 
roles and courses of actions in their performances. Scarcella 
suggests by paying attention to students' different strategies in 
learning a foreign language, sociodrama regards formal and 
Informal use of the language on almost an equal basis. Scarcella 
explains that the dramatic essence of sociodrama "begins at just 
the point where the conflict is made clear. The students are left 
to their own devices to work out the scenario from the point of 
dilemma forward" (1983, p. 239).
Having discussed drama related terms in language education, 
we can conclude that the common feature in all these activities is 
the use of varied forms of Interaction among students which frees 
the learner from teacher-centered classrooms. The idea behind 
these activities is to Improve learners' communicative skil ls so 
that they can become more effective in communicating.
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CHAPTER III
In this section we are going to present practical 
considerations for Integrating drama techniques Into classroom 
procedures with specific examples of each one.
SIX PRACTICAL CONSIDERATIONS IN INTEGRATING DRAMA 
TECHNIQUES INTO CLASSROOM PROCEDURES
1. Space
For the successful use of dramatic activity the arrangement 
of the.room plays an Important role. Since most of the 
activities entail the use of language through gestures as well as 
words, what students need mainly is a room in which they will be 
able to move around freely. The room does not have to be a 
skil l fully designed one but as Mac Rae (1985) states, it should 
possess an empty space with movable desks and chairs. We may 
not be-able to find an Ideal classroom environment which is 
totally stimulating, but within our limitations, it can be enhanced 
by using posters, music, and a very limited amount of furniture 
which may reduce the tenseness of the classroom atmosphere.
2. Language level
The purpose of dramatic activities is to help learners 
communicate rather than to master the rules of the language.
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Keeping this consideration in mind, the level of the activity 
planned to take place in the FL situation should be appropriate to 
students' linguistic knowledge so that they will be able to perform 
in the given tasks. As Maley and Duff (1982) indicate, students 
will need an elementary knowledge i f  they are supposed to carry 
out an exercise which fits into the elementary level. As these 
scholars suggest "the indication of the level is a guide to the 
minimum language requirements" (p.23). Advanced students will 
probably have more chances of communication with their increased 
knowledge of language. Yet, students may still repeat the 
activities they have experienced before (Holden, 1981).
3. Time
Time should be planned carefully, because some activities 
will require more time than others. However, as Savlgnon (1983) 
suggests, it is not advisable to spend too much time on a 
particular activity for the reason that it might lead to a lack of 
motivation among students. Savignon warns teachers that they 
should not overuse an activity no matter how popular it is. She 
also adds that time should be carefully allocated to each activity.
If the activity does not prove to be successful, the teacher can 
give it up and try another one (1983). Therefore, as Smith (1984) 
implies', the teacher should be the one who is responsible for 
deciding when and how often to use the drama technique in the 
language classroom for any given group.
4. The role of the learners
Mac Rae (1985) states that the use of drama in the classroom 
aims to put learners in a position in which they can discuss, 
make decisions on their own and express themselves by means of
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constant practice. Drama techniques require learners’ active 
involvement in the task of learning a foreign language.
Engaged in accomplishing the tasks of the activity, learners 
are required to communicate opinions and emotions to a group 
using both gestures and words. A "necessity for close 
cooperation" is developed among students since they have to pay 
attention to what others are saying in order to get either the 
missing information or to work out of a solution to a problem 
(Cammack, 1975, p.l68). Students are encouraged to comment on 
the performances of scenes which may either be created by 
themselves or presented by the teacher. Hence not only the 
students who are performing are actively Involved in the language 
learning process but also the others as listeners are contributing 
to the performances and thus, to the language learning process 
(Smith, 1984).
Describing the role of students, Holden (1981) states that 
students are either asked to imagine that they are a certain type 
of person, or build up characters on their own. In both of these 
instances, through group-work or pair-work, students depend on 
their own linguistic knowledge to carry out the tasks. Holden 
describes the general pattern of students’ role as first discussing, 
second experimenting in groups, third presenting solutions to 
another group or the whole class, and fourthly discussing the 
solution in groups or with all members of the class (1981).
Revell (1979) points out that "as the students progress they are 
required to supply more and more of the dialogue themselves, until 
f inally they are interacting with each other with nothing but a 
photograph or a role-card to guide them" (p.33).
5. The role of the teacher
Dramatic activities require a certain degree of psychological
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preparation and a relaxed atmosphere so that learners will be less 
Inhibited for performances before their classmates. This calls for 
sensitivity on the part of the teacher as to when and how to use 
these activities. Appropriateness of any given activity for a 
particular group of students should be of importance to the 
teacher. For Smith (1984) teachers should give a certain amount 
of consideration to learners' different learning styles when 
deciding on the type of the activity. Since the drama techniques 
take varied forms, the teacher should choose the one that best fits 
the personalities of the students in the class.
Revell (1979) suggests the use of games as warm-ups which 
helps students get to know one another in group work. He also 
believes that without these exercises, the teacher might create a 
tenseness in the classroom and might "scare his students off for 
good" (p.lO). Revell adds that in order not "to disrupt the 
activity and alarm the student concerned" correction of errors 
needs to be dealt with great care (p.l3).
Concerning the role of the teacher at the beginning stages of 
the activities, Holden (1981) states that the topic should be 
presented in such a way as to make students motivated for the 
activity. Also, it is essential that students be given well defined 
tasks at the start in order to avoid any kind of misunderstanding 
which might lead to a lack of motivation and confusion.
How will the role of teacher proceed to the presentation 
stage? Byrne (1976) attempts to answer this question as "to offer 
learners the maximum amount of practice which must be 
meaningful and memorable" (p.2). Therefore, as he implies, there 
should be reduced amount of talk on the part of the teacher during 
the practice and production stages of the activity. Byrne states 
that the teachers' role of providing spontaneity in speech is a 
crucial factor to keep learners actively involved throughout the 
activity (1976). Thus, learners feel independent as they are
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allowed to use the language for what they want to say. It is, 
the job of the teacher therefore, to observe and value students' 
progress in deciding on which activities to select.
6. Aids to dramatic activities
The idea of using varied forms of aids in dramatic activities 
aims to inspire learners in their efforts to communicate. Holden 
(1981) specifies these materials as simple outlines, pictures, 
sounds, and written or pictorial cue-cards. The use of these aids 
varies according to the type of the activity to be carried out. 
Role-cards which are commonly used in dramatic activities are 
identified by Revell (1979) as giving Information to the student on 
which character he is to act out with a related course of action. 
Making a distinction between role-cards and cue-cards, Revell 
states that "a cue-card makes more explicit reference to the actual 
things that person will say" than a role-card (p.50).
A script, on the other hand, differs from a cue-card, since there is 
no need to pay attention to what others say, because the student 
can see the lines of the other person in advance. Using cue-cards, 
it is intended to give learners a wide range of options in using the 
language appropriately (1979).
FIVE DRAMA TECHNIQUES
The drama techniques presented in this section illustrate 
applications of drama to the Communicative Approach. In 
choosing them it has been considered that they do not require a 
great deal of time and offer the possibility to be used alongside 
with any textbook. The grouping of these activities is a modified 
version of Maley and Duff’s (1982) classification. They are 
sequenced according to their complexity. It is the amount of
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l inguistic knowledge required which determines the complexity of 
the activities. Drama techniques are divided into five categories: 
Introductory Exercises, Observation, Interpretation and Creation, 
Play Production and Problem Solving.
In the first section the Introductory Exercises, including 
games as warm-ups, are presented. These exercises are practical 
for both teachers and students because they are not 
time-consuming and can be used at all levels of language 
proficiency. Warm-ups prepare the students "mentally as well as 
physically" for performing in front of their classmates (Smith, 
1984, p.l8). In addition, these activities help learners to become 
famil iar with the idea of group work which is most frequently 
used in other drama techniques.
Observation, explained in the second section, requires 
learners to observe their environment and to provide language 
with a limited number of vocabulary and structures. Smith
(1984) claims that observation makes it possible to use "our 
imagination to recognize and appreciate the messages encoded in 
the vast and complex systems of human behavior" (p.50).
The third section. Interpretation and Creation, is concerned 
with situations in which the students are asked to dramatize and 
also are expected to discuss some sort of a problem which is set 
out by tlie teacher through a sequence of pictures, role-cards, and 
cue-cards. The problem can also be presented in the form of a 
dialogue. Students themselves may be attempting to present 
situations which need their classmates' concentration, like 
listening and thinking for the solution to a problem. It is also 
possible to present the topic with a single word written on the 
blackboard or announced. These activities require students’ 
bringing their own ideas as well as capacities into use with the 
understanding that every student is different in terms of his or 
her intellectual or emotional state. They also suggest a starting
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for improvisation in which students may need an increased 
amount of linguistic knowledge to cope with the situation 
presented in the given activity. Moreover, through these 
activities, students are encouraged to use their creativity which 
contributes to the goal of interaction in the foreign language 
classroom.
The fourth section discusses Play production, which includes 
class composed skits and major work like the production of a 
play. A skit is a short play and also an important preliminary 
to presenting longer plays. The production of a play in the 
language classroom requires learners to memorize the lines of the 
chosen script. It also allows for having learners Involved in the 
task of learning by performing. Barnett and Selay (1979) state 
that students' effort in the preparation of a play creates a feeling 
of unity which is Important for using language in terms of 
communication.
The fifth section, with Problem solving activities, includes 
sociodrama, scenarios and simulation which provide interaction 
activities. Savignon and Berns (1984) define the goal of these 
activities as fostering interaction by having learners' attention 
focus on meaning and "unpredictability of discourse" (p.l9). As 
Rivers (1987) suggests, problem solving activities are mainly 
concerned with the task of "processing information" from various 
available sources without worrying about every grammatical 
pattern and word (p.47). On the other hand, Maley and Duff 
(1987) claim that problem solving activities attain grammatically 
appropriate expressions besides getting learners to think in the 
target language.
In many of the drama exercises, especially those concerned 
with group production, we can observe that learners' roles are 
similar. That is, they are in a position to listen to one another 
attentively and to exchange information required to complete a
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task. In addition, they have to report on their classmates' 
performances by carrying out discussions on the interpretation of 
characters. Because of these similarit ies related to students' 
roles, the classifications given above overlap to some extend.
The activities presented below are presented in three sections: 
Description, Communicative Characteristics and Application.
The first section. Description, is concerned with an explanation of 
the procedure involved. The second section. Communicative 
Characteristics, focuses on the relevant aspects of the 
Communicative Approach. The third section. Application, 
involves the practical aspects of using the activity in the 
classroom.
1. INTRODUCTORY EXERCISES
1.1 "Touch it" (Maley and Duff, 1982, p.55)
Description: The teacher asks the students to form a group in 
the middle of the class and touch several objects. The teacher's 
commands may include: Touch something red, something 
rectangular something narrow, etc.
Communicative characteristics: This exercise focuses students' 
attention on their environment, and students experience it with 
the language they hear while touching several objects in the 
classroom. Hence, the learner is given a task to perform. They 
learn by doing. It is therefore in line with the Communicative 
Approach.
Application: The activity is practical because it takes no 
more than five minutes, and is appropriate for all levels as a 
warm-up. Provided that learners remain in their seats 
throughout the activity it can be used in large classes without 
causing an atmosphere of confusion and noise. Therefore the 
exercise seems suitable for every group of language learners since
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the task of touching several objects is clear and easy to handle.
1.2 "Handshakes" (Maley and Duff, 1982, p.63)
Description: As students move around the room, they shake
hands with each other and say their names. They repeat the
exercise by greeting the other person calling his or her name this
time. The use of this activity can be extended by setting up 
various occasions such as a birthday party or a "reunion party of 
old friends" (p.l3). Accordingly students are required to tell each 
other things confirming the situation they are in.
Communicative characteristics: The exercise is based on 
memory as learners are to remember each others' names. It is
designed to break down the tenseness of the foreign language
situation by providing learners a relaxing environment which is of 
importance for interaction to take place. This is a major 
concern of the Communicative Approach.
Application: This exercise fits into all levels. As Maley and 
Duff state, it would be appropriate to do it at the very beginning 
of the course so that the students will  know each others' names, 
hence develop a friendly atmosphere (1987). Since the exercise 
requires a very limited amount of linguistic knowledge it is 
supposed to be stimulating the learners in using the target 
language. The activity seems to be a valid means of reducing 
the inhibition which is common in language classrooms.
1.3 "Breathing exercises" (Maley and Duff, 1978, p.32)
Description: The exercise is designed as a vocal warm-up. It
also gives learners practice in using facial expressions and 
gestures to convey meanings in the target language.
In the procedure, the teacher asks students to use only their 
breath with facial expressions and gestures to express their 
feelings. The teacher might want to present a number of
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situations and show, i f  it is needed, how he might breathe 
accordingly. The situations might be as follows;
"You had just climbed a long flight of stairs.”
"You had just seen a friend of yours that you have not seen 
for a long time."
The teacher asks students to form pairs and gets them to act 
out the similar situations each has in mind by taking turns. 
Students can change their partners if they wish, since interpreting 
situations would only take a few minutes.
Communicative characteristics: The exercise, as Maley and 
Duff note, draws attention to "what would normally be self-evident 
because of context." The exercise aims to get students involved in 
observing "how a fragment of context leads us to build up a 
picture of the whole" (p.33). Thus, the concept of context, which 
is an important aspect of the Communicative Approach, is 
introduced through the activity.
Application: The exercise is suitable for every level of 
language learning if  the teacher makes sure that students at the 
elementary level understand the given situations in advance. 
However, the teacher should be aware of the fact that it might 
create noise in large classes. Yet, it is advisable to use it in 
many language classrooms to provoke Interest and attention among 
learners.
2. OBSERVATION
2.1 "Observing places" (Nomura, 1985, p.43)
Description: First, the teacher asks students to move around 
the room and look at it for a while. Second, the teacher tells 
them to close their eyes and gets a leader to ask the class 
members a number of simple questions related to the description 
of the classroom. The questions may Include how many windows
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there are in the classroom; what color the curtains are: If there is 
anything written on the blackboard. The students are not 
supposed to answer these questions, they only listen. When the 
teacher gives the word, they open their eyes and tell each other 
the things they recalled. The teacher may need to remind them 
of the questions as he circulates in the room.
Communicative characteristics: The exercise gets learners to 
move about In the classroom independently and allows for 
spontaneity in speech as they express their feelings about the 
things they remembered correctly or Incorrectly. This exercise 
also suggests a good introduction to activities which provide for 
extended interaction among learners. The point of the exercise is 
then to encourage learners to engage in spontaneous speech in the 
service of effective communication which is accepted as the goal of 
the Communicative Approach.
Application: The level is appropriate for elementary upwards. 
The exercise, besides being a warm-up, has additional value in 
getting students to understand how the objects already existing in 
the room can turn out to be interesting when they are out of sight 
(Maley and Duff 1978). If this exercise is to succeed, it is 
important that each person involved should not open his eyes 
while the leader of the group is asking questions. However, it 
might not work successfully in large classes where the teacher may 
have difficulty in maintaining strict control.
3. INTERPRETATION AND CREATION
3.1 "What is it?" ( Savignon 1983, p. 208)
Description: The teacher gets students to work either 
individually or in small groups. Through gestures the teacher, as 
a model, conveys to the students what he is doing. In other 
words, he pantomimes hypothetical situations for them to predict.
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The situations may Include
"Playing basketball."
"Changing a tire."
"Making and eating a sandwich."
Then, he asks students to act out the situations they can 
think of, so that their partners can interpret what they are doing. 
This exercise helps learners be familiar with the idea of acting 
out in front of their classmates without concentrating attention on 
words. This leads to understanding the importance of gestures in 
communication (1983).
Communicative characteristics: Apart from being a relaxing 
exercise, this is also an activity which provides a communicative 
task for learners in the sense that they have to enact hypothetical 
situations for others to find out. Thus, learners use language for 
a communicative purpose. Also, having students work in pairs in 
the given task tends to develop a cooperative relationship between 
each other. This is, then, a relevant aspect of the 
Communicative Approach.
Application: The exercise can be used as a warm-up for 
further activities which require students' performance with or 
without words, and it can be used for all levels of language 
learning. This exercise can be attempted with large classes since 
everyone can be involved in the activity by means of pair-work.
3.2 "The adding game" (Nomura, 1985, p.l66)
Description: This exercise consists of having the students 
form groups of any size as they sit in a circle, and then create 
story lines. The only requirement is that they repeat after each 
other the previous line of the story and add "another original 
line" by taking turns in each group. That is to say, after the 
first person in the group has given the story line the one next to 
him is supposed to add another story line to continue the story.
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After each person in the group has given at least one story line or 
two the teacher can stop the activity.
Following the completion of the activity above, the teacher 
may start a discussion whereby learners are allowed to direct their 
questions to anyone in the class who wants to answer. Thus, all 
members of the class can be involved in the topic of discussion.
It is advisable to have the discussion carried out first in small 
groups. The learners chosen by each group can then, present 
their comments to the class. The point of discussion can concern 
the content of the story the students have created. They might 
also consider i f  there was a logical order in the flow of the story.
The story might look like:
1. It was midnight.
2. The hall clock was ticking.
3. Benjamin was alone in his room.
4. Suddenly he heard footsteps coming up the stairs.
5. He began to shake with fright.
6. The footsteps came nearer and nearer.
7. He was so scared he could not move.
8. The doorknob turned.
9. The door creaked open.
10. He saw the flash of a knife.
11. A man approached him slowly.
12. Then he suddenly woke up from his dream.
Communicative characteristics: The students in this activity
have to concentrate on their own story lines as well as on what 
was going on around the circle in order to provide a logical story 
line. Also, their imaginative abilities are activated as they are 
trying to create lines which would fit into the flow of the story. 
Thus, creative thinking and the use of language in context rather 
than in isolation is provided, as the objectives of the
40
Communicative Approach stipulate. Moreover, by creating story 
lines on their own, students find the possibility of reflecting their 
interests, fears, likes and dislikes. This allows for self 
expression through which they feel that they are valued as 
Individuals.
Furthermore, an amount of information gap is created where 
student B is not aware of what he is going to say in respect to 
student A's story line in advance. Thus, a situation of 
unpredictability is raised by the procedure in this activity. 
Learners use feedback as a process of communication in the effort 
to provide logical lines for the flow of the story. This requires 
listening and understanding what is previously said. Furthermore 
the concept of choice is utilized in the activity which permits 
learners to decide on how to use the language in making up story 
lines. In the last part of the exercise questions of discussion 
require students' clarification without the teacher's Interference, 
thus learners elaborate on both the content and the outcome of the 
story. This, then, allows for a free discussion which encourages 
students to exchange their ideas independently and for spontaneous 
interaction to take place.
Application: Since the approximate time allotted for this 
execlse is 15 or 20 minutes it can be used as a warm-up. But, it 
has a further benefit. The activity can be used at many different 
levels, from intermediate to advanced, since the content of the 
story is determined by the students themselves. Nomura states 
that it is up to the teacher whether to decide on a specific topic, 
or let students decide on their own topics. The teacher should 
consider the features of the particular group of students he is 
teaching. However, care should be given on the part of the 
teacher in order not to use the activity in mixed-ability classes 
having different proficiency levels. This is important so as not 
to discourage less able students in using their limited amount of
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linguistic knowledge to express what they want to say for the flow 
of the story. The activity can work well with large classes since 
the requirement, producing an original line for the story, is rather 
a short task for the learners to carry out. For large classes, it 
is advisable to have students form more than one story or else 
what they create might be too long to be used in the classroom.
3.3 "The Dead Dog Incident" (Dudney, 1983, p. 31)
Description: Throughout the activity neighbours are going to 
find out the person who has run over a dog. Aside from the 
culprit and the woman, no one knows who killed the dog. The 
rest of the class members are required to keep on guessing the 
dog's killer. Before the activity begins everyone is provided with 
a role-card including a number of instructions and the name of a 
character. These instructions should be followed carefully in the 
course of the activity and not be revealed until the discovery of 
hidden information in "The Dead Dog Incident" (p.31). (A sample 
of role-cards is given in Appendix I)
The procedure is as follows:
The teacher briefly explains the situation in "The Dead Dog 
Incident" or he gets a student to do it. The teacher divides the 
class into groups of five and gets each group to work on two 
tasks. One is to create a role-play situation including a piece of 
hidden information and the other is that every member of the 
group should be busy with writing a set of instructions for one 
character. While the students are engaged in completing these 
tasks, the teacher circulates in the room to check over their work. 
If it is neccessary, he can provide them with ideas which might 
guide them in their course of action. The teacher should tell 
them that it is essential to follow the instructions on their cards 
with great care, but this should not mean to limit the amount of 
talk to be made by the characters throughout the activity (1983).
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After they complete writing instructions on the role-cards, 
the teacher gets one group to enact the role-play created by a 
second group. Also, he should give each character in the group 
an opportunity to introduce himself with a brief explanation of 
the character he is going to act out. I f the role-cards are not 
precisely followed by the performers the "creators" who prepared 
the Instructions for the performing group are free to Interrupt and 
make comments at this point (p.31).
Communicative characteristics: Dudney (1983) states that with 
the "element of suspense", learners are given an "investigative 
purpose" which is to find out the person who has run over a dog. 
As he explains, this tends to make the language meaningful for 
the learners. He also states that the activity has an additional 
value as to getting all members of the class Involved in 
communication since everyone has "a stake in the performance" 
(p.30).
The communicative nature of language is conveyed by the 
form this activity takes. The aim of the activity is to get 
learners to integrate the major language skills like listening, 
reading, speaking and writing so as to prepare role-plays for "The 
Dead Dog Incident". In another words preparing role-plays is a 
communicative task since it demands an Integration of the skills 
mentioned above. For learners, more creative, analytical and 
critical use of language is emphasized as they have to create and 
discuss their own plays, and comment on their friends' 
interpretations of the characters.
Application: Dudney states that the activity presented above 
is not a short process therefore it can be extended more than one 
hour class-period, since each group is to act out another group’s 
role-play (1983).
This activity should not be rushed. Learners should be
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given sufficient time for preparing role-plays and writing 
instructions related to each role. The activity requires an 
advanced level of language proficiency. The teacher should make 
sure that the context of the situation in "The Dead Dog Incident" 
is clearly understood by the learners so as not to lead into a 
misunderstanding among learners. It is very l ikely that the ones 
with a limited command of the language will have difficulty in 
following the instructions written on their role-cards by their 
classmates. That is because these Instructions might be too 
detailed. Therefore the activity can be impractical with groups 
having discrepancies in their linguistic knowledge.
The activity can be used in large classes but time limits 
should be extended to make sure that it will allow the teacher to 
check over every group's work. Also, time should be well 
arranged to let every group act out the role-play prepared by the 
other groups. The activity offers a good start for group work 
which is mostly used in drama techniques.
4. PLAY PRODUCTION
4.1 "A class composed skit" ( Barker, 1979, p. 35)
Description: Barker puts forward this technique as an 
example of plays which are created by the participants themselves.
The procedure is involved in two phases. One is preparation, 
the other is performance.
The following is an outline of the procedure:
First, the teacher writes down the words play, title, 
characters and scene on the board and explains their meanings. 
After that, concerning the play he asks students to call out names 
for characters they are supposed to create and gets them to decide 
on the scene. At this point, the teacher may direct students' 
responses i f  he does not find them appropriate to the situation.
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Then, he asks students to determine one of the selected characters 
to speak first. Also, they should tell what the character will 
say. The teacher chooses one from the students' answers and 
writes It on the blackboard. The answer he chooses forms the
Initial sentence of the play. In relation with the Initial sentence
given, every student Is called on to make up the lines of the play. 
After the play Is completed and written on the blackboard, the 
teacher asks students If they have any extra comments on the 
play. Then, he gets students to repeat the lines of the play for 
accuracy of pronunciation. Following this, the teacher asks 
students to write down the play and form groups. They are 
supposed to memorize their lines. The teacher can assist them 
with their work whenever it is neccessary. Taking turns, every 
group is going to perform the made up skit.
I f the teacher does not want the students to complete it in 
the class, he can tell them to complete it at home for homework.
The teacher should give a limitation to the length of the skit in 
case it might be too long to be performed in the class. The 
teacher chooses four or five of the conclusions as the most 
appropriate ones and writes them on the blackboard. Then he 
gets each of these to be acted out by different groups. Through 
voting, the class will decide on the best conclusion which will be 
the definite one for the made up skit (1979).
Communicative characteristics: The activity fully engages 
students' minds and imagination in the effort they make to 
compose the lines of the skit on their own. Thus, they feel 
responsible for what they have made up. By being involved 
altogether in the tasks to create a skit, also a sense of unity is 
established among learners. Furthermore, communicative 
language practise is reinforced by putting learners into meaningful 
situations where they are called on to complete the lines of the 
skit at a given time using the amount of linguistic knowledge they
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already possess.
Apart from appealing to students' creative potential, this 
activity gives rise to some amount of discussion in choosing the 
best conclusion for the skit, and allows for interaction to take 
place among learners. Considering the points mentioned above, 
the activity appears especially representative of the Communicative 
Approach.
Application: For this activity. Barker states that it is 
applicable for all levels and three class sessions should be enough 
for the completion of the procedure. Performance on the other 
hand, will require extra time depending on the number of the 
students and also on how they use their time in acting out the 
scenes (1979).
For this activity, it is advisable to give each of the 
participants two or three minutes to produce a line for the skit. 
Ideally, every member is supposed to create a line for the skit. 
However, some students may feel that they do not have the 
neccessary linguistic knowledge to create a line for the skit. At 
this stage the teacher should not Insist on getting responses. He 
can call on others who are will ing to participate. In order to 
encourage learners in the task of creating lines for the skit, the 
teacher should allow for a relaxed atmosphere and a tolerance for 
pauses for reflection. With large classes this activity is not 
practical since students might get bored i f  the made up skit turns 
out to be too long to be followed by the students.
4.2 "Play" (Picollo 1984, p.37)
Description: The activity Picollo presents under the title 
"play" Involves a major work for the production of a play. The 
activity is composed of two stages. One is preparation and the 
other is performance: both are carried out in class. For the 
preparation stage, students write scripts for the plays they are 
going to perform. What is remarkable in this activity is that
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students create their own plays without depending on an original 
source. In other words, they choose their own topics for the 
scripts they provide. The scripts are written during the class 
hours. These scripts may include some teaching points previously 
learnt. They may also include other teaching points the students 
have not mastered yet.
The procedure Picollo suggests may be summarized as follows;
First, the teacher asks students to form groups of four or 
five and gets them to determine the day on which they are going 
to perform their plays. This should be arranged at the beginning 
of the term. Students should be allowed to ask the teacher other 
aspects of language they made need during the preparation phase 
of the play. That is to say, students should be encouraged to 
consult the teacher for vocabulary and grammatical structures. 
Students are required to memorize the lines in the scripts. If 
they cannot remember the exact lines, they can Improvise. It is 
up to the learners to bring costumes or make use of technical 
demands in a play, like sound and lighting effects.
After allotting roles, the members of the group work out in 
detail how they are going to act out the play.
For the performance phase, when one group of students play 
out the scene, the others will act as critics, commenting on their 
friends' performance. Also, they may take notes concerning the 
language elements presented in the course of the play. This is 
followed by comment and criticism in the form of a discussion at 
the end of the performance. The discussion may include topics, 
costumes and language elements presented throughout the play.
The teacher is not supposed to correct during the 
performance. He can make notes on the major mistakes in 
phonology, syntax and semantics. If the teacher thinks that the 
mistake is of importance he gets the class to find out what the 
mistake was and gives them a chance to find out the correct form
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of It. It Is the nature of the mistake which might lead the 
teacher to present the language item again or give them some 
structural practice on that mistake.
The teacher should praise the students in their work no 
matter how well they fulfi ll  the requirements of preparing a 
major work such as a play production and he should not look for 
perfection in the product of their work.
Communicative characteristics: Considering the advantages of 
the activity, Picollo states that students use the language in 
relevance with their needs to communicate the message they intend 
through the lines of the play. Engaged in the task of 
communicating, with a reduced level of Inhibition, they gain 
confidence in talking before the members of the class. He adds 
that it is the sense of unity among group members that counts for 
production of a play and this develops a cooperative relationship 
among the students. According to Picollo, what lies behind the 
activity is to get learners to explore the language items that are 
new to them by using the language for their communicative 
purposes. It therefore forms a link between the focus on forms 
and meaning which is Implied by the theory of language in the 
Communicative Approach.
Application: For this particular activity, Picollo suggests that 
he has found it advantageous in teaching "speech training" to 
students of elementary, intermediate and advanced levels at the 
university. The activity is carried out throughout one semester. 
The suggested time for the preparation phase of the activity covers 
five hours a week. Students have to complete the preparation 
stage in four weeks' time. The remaining weeks of the semester, 
that is eleven weeks, are set aside for the performance of the 
plays.
Altough the activity presented above tends to promote 
interaction it puts a burden of creativity on the part of the
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students since they are not allowed to copy these plays from an 
original source. Less able students may have difficulty in coping 
with the language requirements of the selected topics and they may 
prefer to be silent and passive in most instances. Besides that, 
the activity is a long term process and i f  it is used for all 
classroom sessions as it is suggested, it may lead to a lack of 
interest among the learners. Because of these reasons mentioned 
above, the activity cannot replace the regular classroom routine in 
large classes having students with different proficiency levels and 
learning styles.
5. PROBLEM SOLVING
5.1 "Why you're my wife!" (Savignon, 1983 p.213)
Description: The activity is adapted from a scene called the 
"Ionesco scene" to a game for language learners (p.213). It 
provides a good introduction for problem solving activities.
The procedure may be summarized as follows:
Every student is supplied with a card on which some 
personal information is given in two columns (a sample of 
role-cards is given in Appendix II). Students should find the 
person described on the left of the card by asking and answering 
questions to the other people in the class. In the procedure 
learners should seek their missing relatives as they circulate in 
the room freely. If the student gets an answer which matches the 
information related to the character he or she reveals it by saying 
"Why, you are my wife!" or sister, father. These two students 
work together to find the other missing members of the farnily.
The group members go on finding out the other members of the 
family until the whole family is "reunited" (p. 214). The learners 
can use new vocabulary items other than the ones on their 
role-cards while describing the family members.
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Communicative characteristics: Savlgnon states that the role 
of the teacher as a participant throughout the activity frees 
learners from the dominance of the teacher (1983). This is of 
importance within the Communicative Approach because it tends to 
create an uninhibited atmosphere for language learning by treating 
learners on an equal basis. Because, the student has been given 
a full role in carrying out the task to find the missing members 
of the family, the task becomes a means for communication and 
Interaction in the classroom.
Without the teachers' interference, learners make their own 
comments on questions, and the communicative aspect of the 
activity involves some amounts of Information gap, choice, and 
feedback. That is, students are not aware of the information the 
other class members have on their role-cards. In order to find 
out the information relevant to missing members they have to 
exchange relevant Information to f i l l  this gap. Also, they have 
to choose what to ask and how to ask so as to match the 
characteristics of the missing members with the information 
included on the role-card. Thus, the concept of choice is 
realized. They also receive feedback for the adequacy of their 
expression.
We can see that the information transfer and jigsaw principle 
are utilized. Making use of the information gathered from the 
other members of the class, students have to reunite the whole 
family. Using language to pool information for the 
reconstruction of the whole family Incorporates the jigsaw 
principle.
Application: As Savignon states the activity can be used with 
classes having students between eight to thirty. This activity 
suggests a practical use for many levels of learning since students 
can make their own adaptations to the descriptions of the family 
members by using new vocabulary items. Therefore, students with
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different proficiency levels can make use of what they know. 
Moreover, students with simple and clear cut tasks given In the 
activity can be encouraged to increase their amount of talk. 
However, in large classes, the activity may lead to an atmosphere 
of confusion, since the learners may have difficulty in moving 
around the room freely to seek their missing relatives.
5.2 "Sociodrama" (Scarcella, In Oiler & Richard-Amato 1983,
p.240)
Description: As Scarcella states, sociodrama Is a kind of 
role-play which makes use of specific steps throughout the 
activity. She adds that the activity has "high student appeal" 
because of its clearly defined topic and game-like pattern (p.239).
The topic of the sociodrama story does not relate to a 
specific subject but to dally cares, which is a family incident in 
this example. In the story Kathy has to find an excuse for not 
being able to serve the cake she promised on her mother-in-law's 
birthday (the sample story related to the sociodrama technique is 
given in Appendix III).
The procedure involved in the activity is as follows;
First, as a warm-up, the teacher presents the sociodrama
topic.
Second, the teacher introduces a few new vocabulary items 
and expressions related to the story he is going to present.
Third, the teacher gets students to discuss the problem and 
the roles in the story as they work in groups. He asks for 
suggestions for the solution of the problem presented in the story. 
Then, the teacher may assign roles to the ones who present 
solutions for the problem. These students can in it ia l ly  perform 
for the rest of the class the problem they have suggested. Before 
having them begin their performances the teacher gives them a few 
minutes to organize their thoughts on the concluding lines of the
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sociodrama to remind them of the point of conflict presented in 
the sociodrama. This would help them start the performance.
For the ones who are not Involved in the performance of the 
play, the teacher gives certain tasks like acting as critics to 
comment on the solutions to the problem. For example, he can 
ask them why the conflict is or is not being solved.
New role players should be chosen to discover different 
strategies in solving the problem. With their own suggestions for 
the solution of the conflict in the sociodrama, the teacher gets the 
new performers to play the problematic situation.
The teacher can lead a discussion, and if appropriate, he may 
have the class offer criticisms about the problems and suggested 
solutions. Then, as a follow up activity, the teacher may add a 
writing, reading, or an extended discussion. It depends on the 
teacher's preference.
Communicative characteristics: As to relevant aspects of the 
Communicative Approach, the activity is the one which Increases 
motivation in the language classroom by the topic and the conflict 
presented in the sociodrama story. Besides increasing motivation, 
the element of conflict is added to the story to get learners to 
decide on their own courses of action. At this point, learners are 
given a specific task such as to carry out the conversation from 
the point of conflict and conclude with their own solutions to the 
problematic situation in the activity. So, as is the case in all of 
the communicative activities, this activity is task oriented, and 
learners, by deciding their own courses of action, are expected to 
provide appropriate responses to cope with the situation they are 
in. Since learners will cope with the problem presented in the 
story differently, an element of unpredictability is created. This 
allows for the use of the information gap principle, because 
students do not know in advance what the others' excuse will be 
for burning the cake which is supposed to be served to the mother-
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in-law. Thus, the activity utilizes the final process of 
communication which is feedback.
Application: The activity is used in a university class to 
teach advanced spoken English. It is recommended that the story 
chosen for the sociodrama technique be related to the teaching 
objectives in mind including a climax and a well defined conflict 
(Scarcella, in Oiler & Rlchard-Amato 1983). The story should be 
one which would attract students' interest. Therefore care should 
be given on the part of the teacher in selecting topics for 
sociodrama. In suggesting ways to develop an uninhibited 
atmosphere for the activity to take place, Scarcella states that the 
teacher should not take a critical attitude towards students' errors. 
In addition, talkative students should be called on to participate 
in the first performance (1983).
It might be argued that the activity is time-consuming 
especially for large classes. Yet, it can be worth experimenting 
with any particular group of students. It should be noted that it 
takes time for students to get familiar with new procedures.
5.3 "Scenario" (D1 Pietro, 1987, p.51)
Description: Di Pietro's conception of a scenario is involved 
in getting students to Interact with each other through prepared 
role-cards. The interaction includes an element of 
unpredictability and dramatic essence as performers "play self 
within the framework of the role" (p.2). Performers are allowed 
to receive their representative groups' comments or support as they 
perform. Di Pietro (1983) gives an example of a two-role scenario 
providing the opportunitiy for students to "fit the target language 
to their own preferences" (p.50). Its title is "An offer that is 
hard to make" (p.51) (information related to role A and role B is 
presented in the Appendix IV). The topic of the scenario suggests 
that role A has to make a decision about the hotel role B is
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recommending, and role B has to persuade role A to go to the 
hotel where B gets a commission.
The procedure D1 Pietro suggests is involved in two stages. 
One is rehearsing and the other is performing. For the 
rehearsing stage the teacher gets the students to work in groups of 
not more than seven students, and asks them to sit in circles.
The teacher prepares scenarios that will be sufficient for the 
number of roles per group. For the rehearsing stage he gives 
several roles to each group. Each group might divide into 
smaller groups so that they can communicate with each other 
easily. Groups should not be permitted to Interact with each 
other during the rehearsing stage. Every member of the group 
should understand the charge which is "a role to be formed along 
with enough background information to make the setting clear" 
(p.72). During the rehearsing stage, learners should be encouraged 
to ask the teacher anything related to the task, and they should 
be allowed to use their mother tongue while the group is 
discussing the assigned roles. In order to have students arrive at 
a decision on the way they are to act out the allotted roles, the 
following steps should be taken into acount.
First, the teacher makes sure that the students understand 
not only the roles but also the tasks related to those roles.
Then, he gives each group or group leaders pieces of paper 
containing information about what is to be done. The group 
members should think about the ways to solve the problem 
presented by the assigned roles, and they should have a discussion 
dealing with different ideas put forward by the members of that 
group. Following this, the group members anticipate the 
'counteractions' that may be taken by the other role (p.73).
Finally, the group agrees on their flow of action and chooses one 
of the group members for acting out in front of the class.
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While the students are working on these tasks the teacher's 
role is to move from one group to another, checking how they get 
along with ideas and answering their questions. The teacher's 
explanations should not be too long since the students must 
prepare for the performance. The teacher should encourage 
students to refer to dictionaries and textbooks i f  it is neccessary.
But, it is advisable to let the learners focus on functions of 
language not on linguistic knowledge.
For the performance stage, the groups will be represented by 
one of the members. The performing students are expected to 
"adapt their game plans as they discover new information about 
each other and encounter each other's verbal strategies" (p.76).
The teacher asks for volunteers to perform for a beginning. At 
the end, everyone in the group should have the chance to perform. 
What is aimed for with these scenes is not to entertain the 
audience of students. Ideally, after the performances they will be 
able to discuss the scenes. Also, the audience will be involved in 
the performances by giving help to their representative whenever it 
is needed.
Communicative characteristics: In the scenario role B would 
need to decide on what to say in respect to role A's choice.
Being unaware of what role B's choice will be, role B is faced also 
with the task of coping with the linguistic demands of the 
situation he is in. Thus, the principle at work here is that of 
creating an information gap to permit genuine communication to 
take place through choice and feedback which are referred to as 
the processes of communication (Morrow 1983).
Also, it is the students' initiative and interaction rather 
than the teacher's interference which receives importance 
throughout the activity as learners decide on their own courses of 
action in the conversation. These features mentioned above 
enhance the communicative nature of the activity.
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Application: The activity described above is more suitable at 
the post intermediate and advanced levels, where the learners have 
a, certain amount of linguistic knowledge to cope with the 
situation presented in the scenario. However, even at an 
elementary level the activity can be used i f  the teacher provides a 
simplified story matching the students' level of language 
proficiency. For spontaneous interaction to take place, this 
activity should be carried out in as relaxed a way as possible.
At this point, the teacher's role is of vital Importance. The steps 
concerning the teacher's role should be followed with great care if 
the activity is to succeed.
5.4 Simulation (Byrne, 1976, p.l25)
Description: Simulation requires learners to find solutions 
for the problem defined by the teacher. In the example of the 
simulation technique designed by Byrne, learners are Involved with 
a meeting to be simulated. The meeting concerns a problem to be 
solved. The problem is related to a decision to be taken whether 
or not to close a social club which has financial difficulties. In 
order to reach a resolution of this kind students undertake a 
"committee meeting" whereby every student is supposed to act as 
the member of the "social committee" (p.l25). Byrne suggests that 
this kind of a setting is appropriate for small classes. In large 
classes, however, it is advisable to get students to participate in a 
"public meeting" as representatives of the "social club committee" 
and the members of the "public".
The procedure may be summarized as:
The initial step is to prepare students for the activity by 
briefly explaining to them the technique if they are not familiar 
with it. Then, the teacher Introduces the students to the problem 
and the setting.
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Following this, the teacher provides students with background 
information about the club and its problems in general. The 
background information can be presented in the form of a 
newspaper article or a dialogue dealing with the clubs' problems.
Then, the teacher gets students to work on the background 
information in detail through group-work so that they can decide 
on their roles and courses of action. Some of the students may 
take "official roles" like the chairman of the meeting; "club 
secretary": "club treasurer": "committee members". These roles put 
the learners in a position of different characters' roles. For this 
reason, the roles should be clearly identified. Others may take 
the roles as members of the public. Then "the students can be 
themselves with the minimum of role definition" (1976, p.l25). 
Some students may act as listeners since everybody will not be 
able to carry on major speaking roles, yet they can act as 
reporters who will participate in the meeting as the 
representatives from the press (1976, p.l25). The guiding 
information included in the role-cards requires learners to 
perform some tasks which will shape the course of the simulation 
(a sample of role-cards is given in Appendix V).
Concerning the background information, the teacher gets the 
class to break into three groups:
1. The committee studies the background information of the 
club and its activities.
2. The participants of the public committee decide on their 
courses of action towards the club.
3. The reporters study the backgrounds for their newspapers.
As a last step, the teacher lets the students carry on the
simulation. This is followed by a feedback session to discuss 
how the decision was taken. The discussion can be involved in 
commenting on structures and other aspects of language used 
throughout the activity.
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Communicative characteristics: In many of the dramatic 
activities especially those involving group productions, students 
develop a cooperative relationship. They are involved in 
developing social skills. These are concerned with arguing, 
defending, and decision making. In this exercise, these are the 
skills which are being practised as students have to decide on 
whether to close or keep the club open.
In addition, the exercise provides for an integration of skills 
including reading, listening, writing and speaking. Thus, the 
activity seems fully adequate as representative of the 
Communicative Approach.
Application: The simulation described above is done in a 
class period’s time, but for the previous steps to be taken, it is 
the teacher who is supposed to decide on time limits.
As Byrne suggests, the activity outlined above is rather 
complicated in respect to both materials and stages to be gone 
through. Yet, this should not mean avoiding using it in the 
classroom with intermediate level students (1976). He states that 
success lies in how effectively students are using the language to 
express meanings.
The activity requires the teacher to write and adapt 
materials which would offer students satisfactory information 
about the problem and the setting. However. Jones (1982) warns 
teachers that they should avoid too much adaptation for it might 
spoil the general flow of the procedure.
In order to get the most out of simulation, Jones (1982) 
suggests that teachers should choose the one which would fit into 
the level of students' knowledge of grammar and vocabulary. He 
states that it is also essential to examine the structure of the 
simulation including the number of roles, time, and space. In 
deciding on which simulation to select, Jones states that the 
teacher should also consider the chances of interaction offered in 
the simulation.
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This activity requires the teachers' careful preparation and 
organization in respect of the relevant teaching materials and 
time. Therefore i f  it is to be used in large classes for the first 
time, the teacher might find it difficult to keep the procedures 
moving smoothly. The activity can be probably carried out in 
small classes at advanced levels most effectively.
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CHAPTER IV
GENERAL PROBLEMS RELATED TO CURRENT 
TEACHING STATUS IN TURKEY
In many high schools and college classrooms current teaching 
stresses the need to achieve linguistic competence before 
communicative competence. For Turkey, it seems to be the 
situation that this kind of practice has not prepared learners to 
communicate in the target language. On the other hand, 
university level students in Turkey find it satisfactory to learn 
through explanations of grammatical structures and rules because 
of the traditional language instruction related to high school. A 
language course that is confined to mechanical exercises in the 
four skills: listening, speaking, reading and writing, often results 
in becoming highly monotonous for learners. The situation in 
Turkey indicates that, teachers trying to satisfy students’ 
expectations in understanding the rules and structures of the 
language seem to delay experience in acts of communication. As 
a result of this, learners may learn only certain aspects of 
syntactical features of the language. That is, the students can 
convert a direct sentence into an Indirect one, but because of 
insufficient practice in communicative situations, they may not be 
able to use the indirect form of that sentence when it is needed in 
the contexts either inside or outside the classroom.
Objectives of students and teachers
As a consequence of traditional language teaching in high
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schools, the teachers are faced with the difficulty of establishing a 
balance between the Interests of students and their own objectives. 
Learners at the university level are mainly interested in passing 
the examinations of a traditional type of Instruction. The reason 
for this may stem from the place of foreign language learning in 
the curriculum, which aims to train the students for future 
benefits, such as jobs, rather than immediate needs for 
communication. The teachers may have certain objectives in 
mind before deciding on the kind of practice or activity to be 
carried out. However, they are often restricted to covering the 
selections in the textbooks so that they can prepare the students 
for the tests based on the content of the course-book.
This, in turn, does not require much response from the 
students during the lesson. Although the teacher is aware of the 
need to train students to express their thoughts and feelings, he 
usually finds himself in restricting situations whereby the choice 
for self-expression is highly limited. The variety needed in the 
language classrooms can be put into procedure through different 
type of activities which enable the teacher to vary objectives from 
unit to unit. In this connection, we are first going to examine 
the objectives of the use of drama techniques in order to 
understand which of these objectives are appropriate for the 
teaching situation in Turkey.
ARE THE OBJECTIVES OF DRAMA TECHNIQUES APPROPRIATE FOR 
STUDENTS AT UNIVERSITY LEVEL IN TURKEY?
The aim of the use of drama in the foreign language 
classroom is clearly stated as to establish a balance between 
fluency and accuracy. Through the drama techniques we have 
described, language educators tend to make students use the 
language without paying deliberate attention to its syntactical
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features. As for Turkey's classroom conditions at high school 
and university levels, through drama techniques students can be 
introduced to situations in which they can become conscious of 
éach others’ communicative intentions. Thus, the overuse of 
pattern practice in the traditional teaching can be eliminated as 
they are involved in the process of role-play practice to 
understand and convey messages. The Involvement of students in 
acts of communication, tends to make the classroom environment 
become similar to real contexts in which one acquires language.
Teachers beginning to use drama techniques can vary 
objectives from activity to activity so that students need not do 
the same type of exercises over and over. That is to say, some 
exercises related to these techniques may require discussions, 
while others include practicing functional skills like defending, or 
persuading. The exercises may also require the learners to 
prepare oral speeches or skits. It is also suggested that drama 
techniques contribute to students’ developing comprehension skills 
since they are put in unpredictable situations whereby they have 
to ask questions and determine strategies in response to their 
classmates’ courses of actions in communicative situations.
Drama in the language classroom, then, can be most beneficial in 
contributing to developing primarily the listening and speaking 
skills and using these skills as a preliminary for the teaching of 
readlng and writing.
Carefully graded and programmed, drama techniques are 
likely to act as a workable means for attaining the objective of 
getting students involved in acts of communication. On this 
point, teachers may find it beneficial to apply these techniques in 
their local conditions at the university level.
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ADVANTAGES OF THE USE OF DRAMA 
IN SECOND LANGUAGE LEARNING
In this section advantages of drama techniques will be 
discussed so that teachers may decide which is most appropriate to 
their own classroom conditions. Also, in this section, a number 
of suggestions are provided for using these techniques with 
university level students in Turkey.
How does the motivational value of drama contribute to 
students’ developing effective strategies in language learning?
A number of learning choices offered through dramatic 
activities can allow for alternatives for learning suited to 
individual talents and aptitudes. Moreover, students can have the 
chance to demonstrate their personal potentials in both using the 
language and putting forward ideas. It is suggested that the more 
chances the students are offered for communication, the greater 
desire they would have to participate in the procedures involved.
There is an assumption that role-plays have high student 
appeal for the reason that students can hide behind the role they 
are assigned to and thus, feel less inhibited in expressing their 
thoughts and opinions. This, in return, can allow for an 
increased amount of motivation to communicate in the target 
language. It is also suggested that the element of conflict added 
in role-plays makes the learners have something to talk about 
rather than remain passive as they do most of the time in the 
traditional type of instruction.
In traditional teaching, the teacher may not have the chance 
to develop a friendly relationship with the students, because 
students are there to answer questions directed by the teacher.
The teacher's task is to elicit the correct response among students' 
answers.
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with focus on small group instruction, drama techniques can 
get learners and teachers involved in informal conversations.
The consequence of such a relationship has benefits for the 
teacher as well as the students. While groups are at work, the 
teacher visits each group, making sure that members of the group 
understand the tasks involved. In this way, the teacher can 
gain a considerable awareness of students' needs and interests, 
learning styles, and difficulties they encounter in the process of 
learning a foreign language. Being informed about the weaknesses 
and strengths in using the foreign language, the teacher can decide 
which activities to reject and which to make use of.
It is believed that working in groups helps students to reduce 
their anxiety because they feel more secure when they are a 
member of a group rather than working individually. From the 
psychological point of view, activities based on group-work have 
particular interest for them in achieving a stated goal in the given 
activity.
The discussion above follows that drama activities based on 
role-play practice and small group instruction is of motivational 
value, because these activities relate to students' psychological 
needs Involving self-confidence, enthusiasm in participation, and a 
friendly' atmosphere between the teacher and the student.
SUGGESTIONS FOR USING DRAMA IN CLASSROOMS AT 
UNIVERSITY LEVEL IN TURKEY
Student population
University level classes in Turkey usually consist of students 
who come from different parts of the country with different social 
and educational backgrounds. Drama techniques can be adapted 
most appropriately after elementary stages in such groups, because 
students of different proficiency levels can help each other in the
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tasks put forward through the activity. However, teachers should 
be alert since the average and weaker students may find it 
difficult to get used to the idea of performing and coping with the 
linguistic demands of the situation they are in. This difficulty 
may result in their reluctance to participate. On the other hand, 
advanced groups of students may find certain drama activities 
most beneficial. That is, simulation and scenarios can offer 
them practice for the integration of the four skills: listening, 
speaking, reading and writing. This kind of practice would be 
appropriate for advanced level students, beacause they are supposed 
to have built up confidence in using target language.
University level students may find some of the activities, 
especially warm-up exercises, childish. However, advocates of 
using drama in the language classrooms put forward that students 
of all types are carried along by the tasks given in the dramatic 
activities and enjoy the foreign language instruction that is 
accompanied by mimicry and gestures. The teacher can make 
these activities serious learning opportunities by taking part in 
the procedures involved.
Students in Turkey are surrounded by a native language 
atmosphere and they almost have no contacts with native speakers 
of English. Such an environment does little for language learners 
to have an insight about the natural speech with its intonation, 
rhythm, and stress, and also cultural aspects. Performing prepared 
dialogues or plays may enable students to practice phonological 
features of the language in communicative contexts. In addition, 
through the scripts of plays or skits students can be introduced to 
natural use, not artifical forms which are rarely used by the 
native speakers of the language.
Since university level students are not having their first 
experience in learning a language, it is believed that they already 
have certain strategies in the study of a foreign language. Using
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drama in the classroom can change their learning strategies 
learned through traditional types of instruction. That is, once 
students experience using language by acting out roles through 
gestures and words, they can realize that this kind of practice 
might help them recall words and phrases in situations where they 
are neccessary. This realization may help them understand the 
importance of communication in developing strategies in learning 
a language.
Using drama in the classroom has many advantages, but it is 
also important to recognize certain disadvantages. We are going 
to mention these disadvantages in respect to the demands these 
techniques make on the teacher and the students, the procedures 
involved, and time. We are also going to present some 
suggestions which we think might be useful in avoiding the 
weaknesses mentioned.
TH.E DEMANDS DRAMA TECHNIQUES 
MAKE ON THE TEACHER AND ON THE LEARNERS
It can be argued that using drama in the classroom makes 
demands and considerable expenditure of effort and preparation on 
the part of the teacher. Most drama techniques demand teacher 
resourcefulness in terms of activities and relevant teaching 
materiaJs required. These materials might include preparation of 
reading texts, dialogues for background information to the 
situation presented in the given activity, and writing instructions 
on role-cards.
It can also be argued that the activities demand of the 
teachers, a considerable amount of energy, while students are 
working on their tasks, such as preparing scripts and determining 
their courses of action for the scenes to be acted out. Checking 
over every group's work for common mistakes, and observing how
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they proceed, the teacher has to make sure that everything runs 
smoothly. This, in turn, requires an increased amount of work 
on the part of the teacher. For these reasons, certain dramatic 
activities Including scenarios, sociodrama, and simulations may 
appear difficult for a teacher to conduct in a number of parallel 
classes during the day without being tired. If this is to be 
avoided, teachers can choose some of the samples of drama 
techniques which prove successful for one-class session. If the 
techniques, simulations or scenarios are to be used in parallel 
classes, then relevant writing and reading activities, such as 
studying role-cards and writing instructions for the preparation of 
the roles to be enacted, can be carried out in the preceding 
session. In this way, both the teacher and the students will not 
rush to conduct all the steps to be taken in the same class 
session.
It can be objected that students who are familiar with the 
practice based on the content of course-books may be worried 
about the requirements of the procedures involved in the drama 
techniques. It can also be thought that such an anxiety might 
hinder the students in their efforts to communicate. It is argued 
that acting out roles by reciting the lines of a script can lead to 
students' success in classroom performances, but this should not 
mean that they will show the same performance when they are 
required to use the language in other situations which they are 
not prepared for.
It can also be argued that students at the university level 
can get frustrated and discouraged in most of the drama activities 
which are designed for spontaneous interaction. These students 
are mature people who would prefer to make comments and 
participate in discussions conducted in the language classroom. 
However, they may feel restricted in producing the appropriate 
language which would reflect their own potentials as grown-ups i f
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they can not cope with the linguistic knowledge they need.
It can also be pointed out that drama activities do not 
provide systematical practice of the language concerning new 
vocabulary items and grammatical patterns, which might result in 
a defective knowledge of the target language. The teacher may 
avoid this weakness related to language practice i f  he has some 
teaching points in mind before presenting the activity to be used 
in the classroom. Thus, he can give some practice which he 
thinks might be beneficial for the relevant procedures. It is also 
important that the activities should be presented according to 
their complexity In terms of the required linguistic knowledge.
It should be admitted that most of the drama techniques are 
time-consuming concerning the steps to be gone through, especially 
when the techniques are init ial ly Introduced to the class members. 
Therefore, the teacher should be alert in providing appropriate 
deadlines for completing the tasks required in the activities.
As for heteregenously grouped classes, where there are a lot 
of differences in ability and learning styles, drama techniques 
may give rise to talkative students' dominance in small-group 
Instruction. Lazy students taking advantage of this type of 
Instruction may prefer to let others work on the required tasks 
and remain passive in most instances.
In fact, the success of the language learning depends on a 
number of factors. These factors include methods or techniques 
applied, students' needs and interests as well as learning styles, 
and teachers' effectiveness in conducting the procedures involved. 
To conclude, we can say that the teacher should be conscious of 
the problems his students are having in their efforts to speak the 
foreign language, and be able to judge whether the suggestions for 
using drama in the language classroom are feasible in his 
particular class situation.
It should be acknowledged that every new effort in language
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instruction has certain problems in respect to materials and 
procedures involved. While some teachers are satisfied with a 
particular method or technique, others may find it not worth 
trying. However, using drama in the language classroom deserves 
the attention of the EFL teachers, despite the potential problems. 
By bringing variety into classroom procedures, in this case using 
drama, teachers can see that learners' involvement and enjoyment 
in the relevant activities contribute to the language learning 
process.
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APPENDIX I
Mrs. Komer
You owned the dog. Fluffy. Question each of your neighbors 
about what they were doing that day. Do not ask Mrs. Allison any 
questions until you have talked to every other member of the 
neighborhood.
Mrs. Allison
Say nothing until Mrs. Komer has finished questioning 
everyone else. When she questions you tell her that you saw Mr. 
Green mn over the dog and then drive off very quickly.
Mr. Green
You are the one who killed the dog but when Mrs. Komer 
questions you lit to her to cover up what you did. When Mrs.
Allison points you out as the actual killer tell everyone what a 
horrible noisy dog Fluffy was.
The roleplay begins with an explaination of the situation by 
the teacher or a selected student and then each character is given a 
chance tou introduce himself and briefly describe who he is. From 
that point the Instructions should guide the students through the 
roleplay and up to the discovery of the hidden information. The 
characaters can say as little or as much as they like as long as they 
follow their instruction cards.
Dudney, G. D. (1983). Hidden information role-plays. The 
English Teaching Forum, XXI(l), 30.
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APPENDIX II
Sample role-cards
ME MY WIFE
50 years old interior decorator
engineer French
Italian 45 years old
Toronto 2 children
apartment apartment
2 children Toronto
ME MY SON
interior decorator Canadian
French 25 years old
45 years old apartment
2 children Ottawa
apartment car
Toronto journalist
Savignon, S. J. (1983). Communicative competence: Theory and
classroom practice. California: Addison-Wesley Pub., Co.
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APPENDIX III
Sample sociodrama story
Mrs. Watson was very upset when Robert, her youngest son, decided to marry Kathy. Mrs. 
Watson did not think that any girl was good enough to marry her son. “ Look, Robert,” she said, 
“you’re not old enough to get married and support a wife. You’re only twenty-eight Kathy won't 
make you happy. She can’t cook like I can. Please don’t get married and leave me alone. I'm a 
widow. I’ll be so lonely without my only son.'*
Nevertheless, Kathy and Robert got married. When .they returned from their honeymoon, 
Kathy received a phone call from Mrs. Watson. “ How I’ve missed you!” Mrs. Watson said. “ Why 
haven’t you called me? This Friday is my birthday and I’ve been wondering if you plan to invite me 
to visit you. I hate to feel lonely on my birthday.”
Kathy replied, “ Of course I want you to come here this Friday. We don’t want you to be alone 
on your birthday. I’d love to have you for dessert.”
That Friday Kathy was very busy. She wanted to make sure that everything was perfect for her 
mother-in-law. Kathy spent the entire day cleaning the house. At first, everything went very well. 
Mrs. Watson arrived promptly at seven o’clock. Kathy served Mrs. Watson a drink and then left her 
to talk with Robert while she returned to the kitchen.
When Kathy went to take the cake she was baking out of the oven, she was shocked. The cake 
was completely burned! Kathy quickly shut the oven door so that the smoke would not escape. Then 
she brought Mrs. Watson another drink. “ Here, Mom,” Kathy said, “ Would you like another 
drink?”
Mrs. Watson replied, “ No thanks. I don’t care for another drink right now. You invited me for 
dessert When are we going to eat it?”
Kathy replied, “ . . . . ”
Scarcella, R. C. (1983). Sociodrama for social interaction. In 
Oiler & Richard-Amato, Methods that work: A smorgasbord of ideas 
for language teachers. Rowley, Mass: Newbury House Pub., Inc.
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APPENDIX IV
Scenario Title: An Offer That Is Hard to Refuse
Role A: You are on a business trip to a new city. Youx company has
provided you with an expense account and has made a reservation 
for you in a hotel. You hail a cab at the airport and ask the driver to 
take you to this hotel. The driver recommends another hotel that is 
superior to the hotel where you have your reservation. What will 
you do? What will you ask the driver, if anything, about the hotel 
being recommended?
Role B: You drive a cab in a big city. You have an arrangement with a hotel 
whereby you receive a fee for every out-of-town visitor who takes a 
room on your recommendation. You have just picked up a 
passenger at the airport who asks to be taken to a rival hotel. What 
win you say to convince this person to go to the hotel where you 
receive a commission?
Dl Pietro, R. J. (1987). Strategic interaction: Learning 
languages through scenarios. Cambridge: Cambridge University 
Press
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APPENDIX V
Sample role-cards
D Church You are In charge of the 
club's activities. Give several 
examples of how they have made 
money, but only one of a 
loss-making activity. In general, 
you are very defensive.
T HunterYou are yourself. 
However, you think that the social 
club wastes a lot of money. Accuse 
D Church of hiding the facts and 
the committee of spending money 
on itself.
C Johnson You are yourself. 
Decide whether you will intervene 
In support of the club and its 
present activities or whether you 
will attack it.
Other roles for large classes
GENERAL PUBLIC
Major and 
minor roles
COMMITTEE
Major
speaking
roles
Byrne, D. (1976). Teaching Oral English. London: Longman.
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